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ABSTRACT
This paper discusses adult reading levels, the

differences between adult and child learners, ard dlagnostlc

-techniques that can ke used to develcp reading competence in an adult

learner. In the examile provided of an adult learner, a profile -
analysis of the adult revealed his potivation fcr developing reading
competence and his perceived reading strengths and needs. After his
reading level was (stermined, the subject orally read a passage at
that level and answered factual, vocabulary, inferential, &nd
critical questicns pertaining to the passage. From a miscue analysis
of the oral reading, the instructor found that the adult learner madz
errors of substitution and of omission. Therefore, instruction
concentrated on identification skills, practice in using context
clues, and.practice in using factual information. The teaching
strategies included making generalizations for fpronouncing words,
underlining context clues of words in passages, and using cloze
procedures on factual literature. Tle paper ccncludes that the
diagnostic process used in this exasple can be modified and applied
to other adult learners at varying reading levels. (RL)
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. Using Psycholinguistic Data to Develop Reading
Competence in Adult Learners

. N . - . 2P
Introduction -

A

Smith & Culyer (1975) stated that:

No one knows exactly how many functional

>
iliiterates there are in the United Stateﬁ. While
’
som® figures are available from the United States

-

Census Bureau, all that they can tell us is how
many people have spent less than five, six or

seven years in school. The figures don't really
tell whether the people learned to read or not.

This statement seems to suggests the exYstence of an enormous

-5

r .
problem. Even if many people completed six years of schooling and
i %

" left school with a sixth grade education, reading at .a "sixth
grade lg§el," they will probably be unable to functidg as

competent adult readers in this soc'liety. The reading demands
9 . . .
.on adults require a literal'level understanding of what is

read, an extensive vocéﬁulary, a careful drawing of inferences,
and a critical evaluation of the worth of the endless flow of
written information necessary for successful day-to-day living.

: -~ . .
For example, completing income tax forms require carqful literal-

interpretation, reading ‘contracts require careful knowledge of
the specialized vocabulary used and reading propaganda (both
v j .
L =,

~

deceptive ansd otherwise) rcquiig highly developed evaluative

\ X .

reading skills.

Another factor that should be keptt in mind is that reading
& ' :
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levels among adulgs,and children are nof comparable. Since we

) N Y
traditionally measure difiiculty of reading levels by readability

formulas, faulty assumpt19ns about the adult level reader are - ' ,

. L

cften made. Otto and Ford (1967) -in Teach;ng Adults to Read:

.have;suggested that level of difficulty as designated by grade
is .inappropriace, beéause the formulas have been developed on’

the basis of what is difficult for éhildren to read due to word (,
length and frequency of appearance in children's readiug

< 7 , . .-
materials. Also, Peck and King (1977), after reviewing recent

adult literacy literature concluded tha% the "grade level"

b d

, . ~
concept has little utility for those assisting aduit readers.
Competence in reading for an adult, as defined here, is

reading well eﬁough to function at a level satisfactory to the

adult learner. This, then implies that competence for one learner,

deperding on the goals or needs of the particular learner, may;

S . * .
- not be the same as for another. An adult wishing to develop

. . . N
speed and flexibility so that he can read the textbooks required
“

to complete high school evening courses,is likely to fecl

himself to be a competent reader when he is able to read and
study with relftive ease and success, wh{le another adul%
struggling to associate sound with symbols may feel successful
when he is able to read. a simple newspaper article. Hence,
competence in reading:for adultswway.be a relative idea ‘rather
than being a fixed or static traditional grade level notion.

y Ip pointing Jdut some similarities betwgen.adqlts and
children as they traverse the continium of reading profic%cnc&,

. 4

.

/




\

. 0'Donnell (1973) stated that:
v ',3‘ )
N : * At the initial stage of reading, problems involving ,
1] *~ - -

the jintegration of the auditory-visual clues for

»

»
P4 »

. o b
. decoding are frequen;ly noted., While the adult has .

lived longer and has a highlyldeVel%ped perceptual
. -
system, the application of sensory skills,to reading y

Y A Yo - -

can often be a fo;mida?le problem ..... [Althoughl
. § 3
like children, adults need perceptual discrimiqation
exercises which imitially provide strong examplii//J/
. ) .
of dissimilar configuratioh. .
s .

. - . .
* - . .

To further SUppért the belief that differences in learning  °
: . - ’ > Pd ' *
behavior beiqeen adults and ¢hildrén are evident, the Commission

. a

of Professors of Adult Education (197%) indicated thht ‘adults .

- / . - N .
"enter an educational.activity with a greater ambunt fof experiehce

- 1

from which they can relate new experiences, and they enter with . "

~
.

more specific and immediate plans for applying newly acquired -

knowledge" than children.. Therefore, ‘it would seem appropriate

r .

. . . A4
for those interested in Instructing adult learners to become
v n
acquainted with as wany adult learning characteristics as -
~ L - V

possible before assessing and “instructing.adults in reading.

v

Smith & Smit%;(l96?) pointed out that aéults can be expetcted to
learn at a faster rate than children identified as.having a- ! A

similar "reading level” or mental age due to added experiences

gained through living a longer time. QISO, they noted that
. - v “

"a conservative estimate of expected progress for the normal

adult is one year's progress in terms of grade level for each

40 to 60 hours of systematic instructibn." The implicatiofh of '
[ . '
™ Q . . L]
» Q ~
. ERIC 5 ‘
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this statembnt is that adults require roughly one-third as much-

instruction time as children. Further, O'Donnell'(1973) noted

that adults come to the learning process with a wider fange of
experiences than the younger leérner; dnd is often more highly L
N ‘s -

motivated due to their ability to r2late their lezarning to some

immediate need, i.e., reading a driver's manual, reading

cookbooks, reading appliance warranties, reading various kinds

of legal documents. . ' n .
‘In addition to the characteristics noted by Smith and
N -

Smith, and O'Donnell, it may be noted that an adult's experiences

P
permit him to aﬁalyze learning activities and situations more

- -

-

‘rapidly than a child, because of préssures from some immediate

felt need that he feels reading can satisfy. Minally, dn .
adult is likely to aggressively seék assistance for improving ’ :

his reading competenfe, whereas, a child may not seek such an

- >

ralternative, due to lack of experience.

Adult Reading Levels . . ,

-

8
B2foYe describing the diagnostic and instruction component
. of this proéess, it seems appropriate o organize adult readers ,

- into reading lévels or ‘catagories. The levels, as identified

- ) by‘Biggs* are: the beginning level reader, the middle level

) reader and the advanced level Treader. The beginning level reader
- ' .\'\ .
- *Shirley A. Biggs, '"Diagnosing the Reading Skills of the:
i Adult Lesrner," Workshop: .29th Language Communications

- Conference. University of Pittsburgh, October 2, 1976.

* ) ) . r
’ \ ~ .

< ' .
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- identify is likely to Be quite limited. The beginning adult

clues to.gain‘*heanitds from material read than children 6%cau$q

hyords will be somewhat sobhisticated but not large enough to

" drivers license or read simple instructions.

: . . -5-

may function as a non-reader or one who can read magerials

~

similar to thoéebread by children in the primary~yéars.

- .

Though 'his experiences ‘have allowed him to deVeldp many ‘ °

’

complex concepts, the number of words fhat he is able to ' .

-y

level reader mav be older. tHe will also haveta very specific
reason for wanting to learn to read. Often participation in

pe¥sonal, religious or sdtial activities may pregipitate a

13 . .
desire: to develop his reading skillis. . - ’

-

<4 .
4

The middle level adult reader is likely to fumction, in -
\J cr R \ ’ .
reading, as does the typical fourth to seventh grade child

.

L} -

enrolled in day schools. However, the adult will ‘differ

from the child in such characteristics as interests, experiences,.

and in his academic profile of strengths and weaknesses. For
. ' L] ! e -
example, the adult.will be more able to use certain concext

v
s vl

£ ° .
‘. M B -

gf his gxtemsive experiences. Also his store of recognizable -

functioﬂ‘satisfactorily insthis increasingly coﬁplgx society.

.

This reader is ljikely tq read most materials at the same rate

! ¢

and beécome frustrated with anything but light recreational

reading. He méy be a school drop-out »or soméone who graduated .
. . .

from high school, g@x had minimal success ja reading. Yet he

¢ .
could read well enough to pass a written examination for a ‘

v &

The third ‘level .is designated as advanced. The adult

reading at this level can read most ‘material written for the

’
-

general adult population. He may be M1le to use such tools as
1S . 4 . “v

r . ‘ 7 \ . ' -t . "
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" , i . ) . , -
‘ the dictionary, almanac and the encyclopedia. He is likely to
- " : - b . a ]
use reading occasicnally for recreation or for vocational
\ ~ e, - : - ' - . )
purposes, i.e., op-the-job training programs thac require the
. reading of some technical material. In addition, the advanced
>
adult level reader s«can be found in clasSes in conmunity or :
] R .
* ; » Y > . A
junlor college, university d%velopmental reading and.study
. .o . A N
X skills ‘centers and some costly commercial speed reading courses.
. S 4 - . . .
This reader may seem to be unaware of the need for developing
” 1 ’ B ‘ ¢
E ' . . , - _
- flexibility in eading, and so, he is likely to focys on speed.
* . ',W}thin the.adult population who seeks reading assistanée,
s . : - :
. " . o . ~ . .. /
. . : . _
. <" thern, these geNerally described adult level readers may be found.
- 3 . '
PR : . .
.- The ‘touhdaries of- these levels may be blurred but the X
- . ‘ - * ~ v
a’? '
‘ -.descriptions may providé instructors with a usetul frame of
. reference. . s y ;
B . l’“ » . § . . \ -
. C e . R \ . 6 _ )
N .o -Efficient' Instruction . .
Appropriate Instructien (Scales and Biggs, 1976) is as
' - B . . . ,
critical a part.of the learning process for - adults as it is
+
—_ for children. In order to adequately faciljtate the learning
proéess in reading for adults, datas about adult learner . t
I3 . .
' characteristics and data from observation ‘and assessment
’ ) ' ! ' '?é
‘. ) measures must be .properly analyzed and used: It is important
. .for the instr@é}or of adults to recognize that young children
« " . . . N . .
reading at an identifiéd reading level tend to read short
. . ) ‘. P N
sentences ecasily, while adults who are purported to read at the
. s ' h
same reading level tan handle :longer sentences with greater
’ * ¢
ease (Otto and Ford, 1967). The handling of longer sentences
O - %

ERIC - . e 8 . - '
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may, in an indirect ways;~be attributed to the accumulated

experiences of ,adults. The variety of their experiences have

‘ [
N

. R4 ’
prepared them to cope with a number of situations. Hence,
: /

.

r A ,
adults have more meanings for words, which may not be rezadily
decodeable by them, than children have. The adult learner is"

apparently more able than the younger learner to obtain and

- .

~retain the author's meaning that is represented by graphemic

symbols. This, then suggests éhat the adult learner is more

1) 3 « l ) 3 3 3 3
2ble to utilize the technique of predicting or guessing at.

unknown words in or%er to obtain meaning than children.-
. . 1
Further, the experiences of adults have permitted them

the opportunity of using their verbal skills in a manner that !

.
3

helps them understand more complex concepts. For exampley
o . .

.

an adult readirg: "Income should at least equal outlay if a
good credit rating is to be §§tablished," can more easily

e » -

understand this sentence than a'child. Even thaugh a child,

like ag adult, may bel;gaelt; pronodnce egéh\word in the*‘

seqtén@g, he may not be asle‘to comp?ehend the conéepts

répresegte; by.the Qords "income" and "outiayﬁ" - An adult's

experiences with day-to-day earni;é; and'exp;ndituréé will.haQe

. - - ¢ ’ B

prepared hfg to comprehend such, concepts. ‘

Characteristically, the ad&lt aﬁbears to be more adept. .

.than children at using his experiences and interests to read

1

gfficiently: He seems to learn more rapidiy, though at times
e . - . .

- .

with some difficulty. This may be due, in part, to the fact
) &

that hisuexberiences, in an indirect way, have'probably.allowea

him to develop more -~omplex problam-sclving abili%ies,‘whiéh

-~

"
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may in turn help him proceéss more conplex (longer) sentences

. . -

easily, while shorter thought units,, nore easily'read and

‘éaﬁprehendgd by a child tend to frustrate him?“‘?inal]y, the

’
.

‘ ‘press of practical problems requiring solutions in the life of-
e ,

' L] v t - * -
the adult are likely to create a self-motivation for learning,

. : . ¢ - 123
sometimés absent in the-child learnmer, that moves him to

s . s ., K-S . .
master an immeﬁiately auplicable ski'tl. Instruction in reading,.

then, should shift quickly «from textbook to real-life situdtions

¢

Ny . f . )
so that reaaing becomes a means of helping the adult assume his
\.
legal and social obligations. B . .
- . / -

For some specific instructional strategies, ,let us assumé

v

that an adult learner has presented the following‘diagnostfi
'/ * - . N - .
profile. From a diagnostic confwerence, it was learned-that this-
. . . . .
learnér's reasons for seeking reading instruction were: a) to

learn to read bétter and b) to be - able to'heip'his'yoquster&' ,

with their homework. ' This learner's perceived strengths were:

- a) .that he wants to read better, B) that he“~can read.sohe words

. ¢
. .

already and E),that, sometimes he knows what words should be,

because of the other words 'in”tle sentences. His pércgived

-

_reading* needs were: a) to be‘able to read his youngsters

texitbooks withogt embagrhssment, b) to bqﬁab}e.fo read magazines
¢ B . . - - \

et .

and nqupapers easily ‘and c) to be{able to complete high éghool
grgéuatiqn rqquiredgitsTﬂ_This adult learner read a beginning:‘

level reading'passage,anJ suitably answered two -of five of the.
» A .
\ - , . 13
factual questions, two of‘five of the vocabulary .questions, four
“ot five of tlie inference guestions and one of five of the
. a0 T -
critical questions. Fiftecen oral reading miscues were coded

. ’ -
» .

|
\

~
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from" rhis learners' oral reading. Four of these miscues were
omissions and eleven were substitutionsz. The four omissions

included two fully omitted mulei-syllabic words, one of which
o~

was irvregularly spelled, and two partially omitted multi-syllabic

words. Of the eleven subsvitutions eight looked similar and
/ ) - '
seven had similar sounds, ten substitutions had the same
. < .
language structure and five of these had retained the author's
s 1 : .
meaning. This learner alsq, pointed to words occasionally and,.

méved his 1lips constantly while reading.

- So thut suitable instrddtionalzétrategies for this learner
. - " . - oy

could be developed, it was necessary for the instructor to
L

analyze Mis profile. The analysis yielded many .areas of
. ‘ -7

(strength. More specificaléy, the profile indicated that this

.

»

"adult was motivated (?s d%s equpsséd through %is Vants.and
.ﬁ;e@;); his ex}erignces hadagbviousﬁi permitted him t& predict,
!guess and risk (ds was demonstrated by the moderate number of

L, ‘ meaningful s;bstitytidns m;de dur?ng'his cral rea@ing); énd the

-

fact tﬁhtlﬁe could read maﬂy wo¥ds indicated that he was able
L N
to discriminate among words, and does have some-~-perhaps unknown

to him, usable word identification skills,

- Further analysis of"ﬁis pr&file yielded .the following: 1t
§ ) " c e .-
‘ was determined from the‘'two omitted multi-syllabic words and

two partially* omitted multi-syllabic Qords that the learner,
. Y N

- ~

-t appeared to need some assistance in syllabication. This work

; Va -
may help the learner use hig phonic analysis skills with words

that ‘are unfamiliar .tc him in script but recognizable in oral ..
. -

Y@ . N

context. Perhaps, an introduction or review of the VC/CVW, V/CV,

ERIC . -1

. .
- 4 . 5 .
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*and ending pafts of the worﬁs:

-10-

14
V/Cle and VC/V generalizations with words such as culled, obstacle,

correclation and other words not recognized during oral reading

wvould facilitate his understanding of syllabication.

\ 1 .
From "eight of the substitutions which looked wsimilar, it

. /
wvas concluded that the\Jearner was paying attention to wobrd

3
\
\

configuration as ‘well ds using his knowledge of sound-syﬁbol
. - . ‘\

. 4
relationships. For .example, the learner read "conform" for

..C' . - . -
"confront", "undercuts" for "undercurrents" and so forth. ,.

~

Scven substiftutions with similar sounds were recorded.

> . N \

- . . 4 nd e
From those seven substitutions, it was determined that the

[N

learner does have some knowledge of sound-symbol relationship
. >

as he tried to "pake the words sound right". The occurance of
n t .

such miscues ‘as "deport" for "depart" and the example cited
]

ébqye did suggest that the learner attends to the beginning
7 -«

. .

0f the ten language structure substitutions,® five retained

the author's meaning. This-would appear- té indicate that this

learner does have a2 command of t'.e language structure. For

s

example, as ne read "What makes ~ne éoison better able to cope..."

?
in lieu of “What makes one person better able to cope..." it

can be seen that a ncun was suvstituted for a aonumn. If he had
. . 1 L]
t

read "What makes one polite or pointless better able to cope..." |

one might ccnclude that thée learner dgcsbpot use or understand
the'coﬁtekt‘surrounding the word or the language structure because
an adjective was 'substituted Eor a neun. The five substitutions
that.retained both the éuthor's structure and meaning indicated

that the words substituted had essertially the szame meaning as

' : 12
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the stimulus word. For example, while readiang '

'it is better to

make the wrong decision than to avoid...” the learner read "It

is better tc make the wrong determination-than to avoid...."

Meaning in this sentence is essentially the same. Also, this

appears to vertify the notion that; not oﬁly was the author's

-

meaning uﬁchapgéd, but that the language structure for this
learner was unchanged. Additipnal miscues from the learner's
profile was analyzed in a manner similar to the 'above
presented data. ‘ ' /

Some hypotheses that might be drawn from an analysis of

this learners' profile.then, are based on the omissions and

substitutions. Because there were only two fully omitted words;

. it appears as if the instructor would want to focus on the data

gathered from the substitutions for instructional purposes.

-
-

According to Page and B;rr (1975) "Insights can be gained-by .
analyzing miscues that are substitutions or mis?ronunciafions."
If it is determined from the diagnosis that the miscues do
distort the author's intended meaning, then, instruction in
reading is necessary.

This leatner's profile did qresent distortions of the

i

material read, therefore, the neéd for instruction is apparent.
i

|

In addition to the substitutiouns, other obsefvations revealed

that this learner was obviously not afraid to risk {a noted
strength) using the context in order to obtain meqniné from

the printed page. Hence the consideration of the learner’s
profile showing his strengtlts as well as weaknesses may lead

the instructor to the development of appropriate teaching-learning

strategies.

’ 13
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Teaching-Learning Strafegics

After the profile has been thoéoughly analyzed, the
instructor may then give.considération to organizing the
teachinétlearning process for this adult. It is suggested

that the process be learner oriénted, that is, the learner

will be encouraged to take the initiative in planning and
directing much of his learning. Using the analyzed data
as a ﬂgsis for discussion, the instructor and learner may
identify some immediate and long range goals. The goals
might inélude iden%ifyiﬁg some primary insgfuctional objectives,

scme adult reading materials and some suggested procedures

for studying.
Even though fhg goals identiffed during the conference-

1} - . -~
were broad énﬂ far reaching, the instruyctor and learner decided

that this adult wculd be providgd ap opRprthnity tp’rea@&}ﬂe

N -

: ' PR ' 2 »
material that he wanted to read; that herwould be ‘given systematic,

. 7
instruction in word identification techniques; that he wouyld tell

LR

his family about his desire and need to learﬁ to fgéd better

and. further ﬁhat He would soficit their help, patience and

~

tnderstanding in this process.

The instructional objectives were identified and limited to:

“

practice in using'wbrd identification skilﬁ%, practice in "using

¢ N . N . . . N
context clues and practice in using factual type information.

0f course, skills are likely to change as the leatner's readin

g . .

needs change.
The first teaching strategy deals with the generalizations

for 8lividing the miscued words into pronoupbeéblc units.- They
' S
\

14
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may be introduced and/or reviewed.% For example, the word -
"obstacles” was omitted'in the re€adingt A simple visual clue s
Ta . . > ) . \

to pronouncing this word is its "le" ending. The "le" combined |

with the preceding consonant will constitute the last pronounceable

unit of the word, /kal/. Other words ending w%th the same sound —
unit may be generated and briefly discussed. ~The remainder of )

1

the word may be examined for evidence of other recognizable N |
» B -

pronounceable units. The learner may notice the "ob" as a unit .

seen in words, like "obsolete"” and "obligate™. Or the instructor
may suggest that he study the VC pattern, noting first any

consoanant clusters that may act as one sound; in this instance

the "st. Then note the VCCV pattern where division between

"sta" became

the two consonant units take ﬁlace,.thus "ob" and
the proncunceable units and the reader can then apply his
knowledge of sound/symbol correspondence to produce a word that
resembles one in his listening vocabulary. This exchange between
the instructor and reader may précede independent practice using
similar words that the reader is likely to encounter in his
reading materials. Other patterns may be studied using the
miscued words as the basis” for VC pattern study.

>

In order to reinforce and make more efficient this learner's.

-

skill in using the context for gaining meaning from written

materials, the following types of learning strateéies may be

desigzned. . )
- . v Y

First, the instructor may identify some exemplar passages
) L]

containing context clues, for discussion. Underline words'qhat

are defined or otherwise explained in the context. Ask the
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e

learner to scan the context and with a line, connect the underlined

word witin the context clue. See example below.
*She is always punctual. She has not been late since she - -

AN .

started to work here.

-Ekistics, the study of §the integration cf man and his
. \_.;‘__——-ﬂn . N v 2 e
environment, has gained increa.ing attegntion of the public é}

A second strategy,for context clues may be to have the

adult learner trTy to héfine a word in the total passage conté&xt
by using ce;tain clues. . For example, direct the studeﬂt to
systématically examine a) word order for éyntacticgclues, b) word
endings for inflectional clues and c) the total cuntexs for at
least a general sense of the author's meaning. This systematic
search for clues offers tﬂe adult learner an easy-to-follow
model of behavior for understanding the me;sage in Qritten
magerials. Note below, the passage and the suggested.teacher-student
}nteraction.

°Detérmined to reach his optimum fighting weight, th; boxer

had little food for lunch and léss for dinner. He ate

abstemiously.

The' student can first be led to note the position of the underlined

word in the sentence. The word's position may signal its function,

1Y

in this case, that it refers to or is about "He," the subject of

the septénce. The ending or inflection -1y should indicate that

the word describes the mgnne} in whick the "eating" was accompiished.
Thus, knowledge of word position and inflectional endings asd;

means of moving toward understanding written material can be

established and/or reinforcecd. But the adult learner is 1lik¢ly

’ - 16
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to want to move ‘closer to the author's intended meaning. He can
]

then be directed to secarch the broader context of the sentence,
that is, examine sentences surroanding that sentence containing
1]

the underlined or unkngwn word for meaning or semantic clues.

° - ‘
. i

In the above sampla passage, he may note that "had little food

] .

for lunch and less for dinner" as a reasonable clue to the

meaning of the word "ab§téhious" in this reading passag®. So

[

the use of the search for three clues, i.e., position, inflection

and bréader context, may offer tWe adult learner a system@tic

productive approach to using context clues.

.

Another instructional strategy may be'Aesigned using® the *

i

clozehtechniqqe. Cloze as an instructional étrategy has been,
suggested by several authors. Jongsma (19?f) presented a summary
of severalfstqdies conducted between 1962 and 1970. Even though

-

a numbexr of the studies reported, Engicatgd no significant
differences in reading .improvement among the sugjects; two author§
did report signdficant differences. Blodmer (1962) reported a
significant difference in his study using college students who

vere voluntary participants. This study was designed, like many

of the studies that reported no difference in reading improvement,
5

[ 4

i.e., students merely filled in missing words in passages over

the duration of .a number of sessions. Martin (1968) also reported
significant differeances. Her study design differed in that it
dealt with cbmpleting not only the c%osures but also with
discussing thé reasons for selecting the missing words. The
writers are in agreement with Martin;s approach as one type of an

instructional strategy to be used with adult learners.

17
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' Encyclopedia could%probably be used ﬁroductively with him.

. ' ) ...16._

Since this learner does,not appear to be afraid of using
. AY -
his language or using contextual clues, material from such’

facfual literaturq;as The World Almarac and The WOrlé Book . <

)
The instructor couid design a short heavily clué€d cloze

passage for the learner. A heavily clued passage is one, thaj

gives the learnér pbvious clues to determine the missing words

! . -

easily. For ehamdle, 1f the deleted word occurs between other

words separated bx commas, the learner ;will know that it 1is
probably a word describing the key element(s) being illuminated:

. N s ) A ) .
groups of words appearing together im'various places thrcughout

<

the passage’ may b? another way of heiping\the learner to discern
clues; words appeéfin; before and after a blank space will alert- .

. | . .
the learner to, perhaps, 'the type of woxrd that.is needed, i.e.,

adjective, verb, article, preposition, noun.
‘ N .

mays be when a blank space precedes a noun; the learner may be
. i v -
cued gp insert an Article or an adjectlve.

Another example

t - . , -
> <§?ﬁ completion of the designed cloze passage, the instructor

may ask the learner: to read and respond to the cloze passage by
i
writing his answers: in' the spaces for the missing words. The

learner may then take the originai passage, compare his responses

1
i

to the stimulus responses, and then discuss his responses with
i
During this discussion the learner and instructor

g

P :
may note the observéd responses as having phonic elements similar

the instructor.

to the stimulus responses. Also, it may be noted that some of

1 N
the substituted wor&, i.e., article for article substitution, and ~
i ./\/

noun for noun substitution. Finally, recognition that some

18
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substituted words have meaning similar , to thdose meanings intended .oa

"
] . >
& T

by the stimulus words may be acknowledged. Meaning, then, becomes " {

» Ty .
the reason for reading and these strategies may help this learner

to ‘'explore meaning as he reads.
< , ’

Couclusion . ' ’ N
~ .

Recognizing that adult learners do present themselvey at

. ' ‘ i , . . .

different reading levels with different reading strengths and . "

needs, and that they require varied approaches to instruction,
N ‘ . . .

the writers have suggested some strategies for developing

£ 5 -
4 .y,

reading comﬁetence in gdult learners. Even though one section
focused heavily on an identified adult learnér, the diagnostic "
process may be the same or simiiar fq(\learneis at other \
levels, and the instruction as well as learning strategigs may

°

be adapted to fit developing reading skills among learners at . -
.S L M
other levels. The instructional strategies may be thought of’

as model strategies for instructors designing the téaching—léﬁrhing

process for the adult learner. v

ERIC - .
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